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o 5. There are several widespread assumptions about cthnic studies which’ ¢

have adversely affected the development of ethnie studiés programs in the schools.

' We need to examine and to challenge these aSSumptid}xs and relzlted school prac-

- °©

tices and to formulate new assumptions and goals fdr ethnic stﬁdies if the ethnic

¢ [y . »

N studics movement is going to serve as a.catalyst for curriculum rcform. The

greatest promise of ethnic studics is that it will serve as a vehicle for general

curriculum reform. If we merely add ethnic content to the traditional curricu-

lum, which is highly dysfunctional, our cfforts to modify the currictlum with

. * ethnic content are likely to lcad to a dead end. We must radically change the
. « total sgh‘oc;l .c‘:uri'iculum’. “ ' a
. ) Assumptions Abo‘%lt Ethnic Studies , . \\
° ¢ N ‘ ) )

~ Ethnic Studies as Ethnic
Minority Studics .

One pervasive assumption embraced by many educators is that ethnic

studies deals exclusively or primarily with non-White minority groups, such as

* &
Asian-Americans, Native Americans, and Afro-Americans. This assumption

E)

4
LY o

e . *A paper prepared for presentation at the Anti-Defamation League of
B'nai B'rith Conference on Cultural Pluralism, Tarrytown, New York, April 4-6,

: 1975. The author is gratcful to the National Academy of Education for providing
financial assistance, in the form of a Spencer Fellowship, which hclped to cover
the expenses incurred in preparing this paper.
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based upon and reflect {t. In many school ethnic studies programs for example,

. T,
.

iis widespread within the schools. School ethnic studies programs are often

’

EN

identity by the Black Revolt, also called for new versions of school hlstozy that

Jhighlighted in the curriculum.2 Mexican-Americans called for a new interpre-

"cluded in the school curriculum. Puerto Rican-American scholars 'arg-ued that

R Y

the Treaty of Paris (1898), which ended the Spanish-American War, needed to

little or no attentlon is devoted to the experiences of European American ethnic
groups, such as Jewmh-Amemca.ns Polish~-Americans, and Itahan—Amencans

This narrow conceptualization of ethnic studies emerged out of the social forces

Q

which gave rise to the ethnic studies movement.

°

In the 1960s, Afro-Americans staged a fight for their civil rights that

was unprecedented in their history. They demanded control of various social,

°
-

cconomie, and political institutions within the Black community. Blacks were -

keenly aware 'of the extent to which written history influences how a group views

itself and how others view it. Consequently, they also demanded that versions *

[y

of hlstory be written that were more consistent with their experiences in tlus

nation and that textbooks which they considered biased be banned from thc pubhc

v

'
schools.1 Blacks plajmed, with much validity, that many school Books perpctu-, -

ated stercotypm views of their experience in the Americas.

.

Other e,thinc morxty groups, made acutely ‘awaie of tlicir own ethmc

S—

=

would more accurately rcﬂect thelr expeuences in the Amerigas. Natlve

-

American’s argued.that their long history in¢his land prior to 1492 should be

tation of the "winning of the West" and the'\fateful Treaty of Guadalupe Hidalge
of ],84:8.3 Asian-American activists and scholars set forth refreshing interpre-
tations of events, such as the anti:Chinese movement in the late 1800s, the
internment of Japanese-Americans, and the anti-Filipino riots in Celifomia

in the 1920s.4‘ They wanted these inferpretations of historical events to be in-

. 00005
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be interpreted from‘a Puei'to Rlcan perspective. 5 ' g

. The types of ethnic” stucnes programs which have beén formulated in most.

schooil d1str1cts and’ colle eges reflect fh—e political a‘n‘d*soma‘l demzmds that have

/

been made within local communities. Recsponding largely to crises and public

)

[

® - A

pressures, curriculum spgcialists have devised cthnic studies programs without

2

giving serious-thought to the basic issues which should be considered when curri- -

i

culum changes are made. The nature of learning, the social and Ppsychological

needs of students, and social science theory and research are the types of prob=
“ ' ] ’

_lems and issues which received little if any consideration in the hurrigz/dly formu-

'fragmented, and were structured without carcful plannir;g/ and aclear rationales.

lated ethnic studies programs which now exist iif many schools. ﬁather, the '
overmdmg consideration was to create some kmds of p1 ograms so that ethnic
demands would be met and militant ethnic students and f’tculty v/ould be silenced,
Conscquently, ethmc studies became dcfined as the study of /ethmc minority

groups; and most 4f the programs,that were formulated wgife parochial in scope,

5 13

Ethnic Studics and Ethnic /
Minorities : ) 7/ .

. A related assumption which school pcop%c’: often make aliout ethnic studics

is that only students who are members of a particular cthnic minority gro{ip ' -
should study that group's history and cullure. This assumption, too, grew out |
of the historical andes’ocial forces of the 1960s. Blacks argued.that.Bla(qk students
needed Black history in order to augm\ent their sclf-concepts and identities. 6
Mexican-Americans, Native Americans, Pue1‘:to Rican'-Americans, and other
ethnic minority groups set forth similar arguments abvout why specialized ethnic
studies courses, such as Puerto Rican-Amecerican Studies and Chicano Studies,
wers ndeded. Using these argtments, many school pcopl? conveniently con-

cluded that only Blacks needed Black Studies and only Mexican-American students

needed Chicano Studies.

00006 -
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School ethmc studics programs frequently focus on one specific ethnic

group, such as Pueito Rican-American‘s " Afro~Americans, or Native Americans. *

T

" “The ethnic group p upon which the program focuses is usually e1ther present or

dominant in the local school populatlon In schools which are predommantly

Mexwan-Amerlcan there are usu'tlly courses in Chicano Studies but no courses

or expenences whu‘h will hclp students to learn about the problems and heritages

~of other ethnic groups such as Af ro—Amerxcans I‘111p1no—Amer1cans or Jewish~

-

Americans. Significantly, specialized ethnic studies Courses are rarely found in

predominantly White schools &nd are almost always electives in schools with a s

-

.large minority group ,populz‘ition. The popularity of these courses has waneq

tremendously within the last several years. In some schools, few Black students”
are now taking Black Studies courses. g

Ethnic Studies as an Addition’
to the Curriculum ] ,

.t 'Many school pcople assume that ‘clhnic studies is cssentially e.dditive
in naturei and that we can create valid cthnic st;dlcs pr5g1 ams by leavmg the >
present curriculum essentnlly intact; we can simply add a Tist of m1nor1ty
group herocs and events to the list'of Anglo-American heroes and events which
are already studlcd m most social studies courses. These educators believe
" that we should teach about the heroic decds of Booker T. Washmgton and
Geronimo just as’we tcach about tRe heroic deeds of Betsy Ross and Abraham
},incoln, and that pictures of Black and American Indian heroes should be added -

to those of cmincnt White Americans that are alrcady hanging in the school -

- . v
N

-
? »

*Increasiigly, school districts are formulating programs which deal
with several ethnic-groups. Iggmost cases, however, the groups studied are
represented in the local schoo populatxon Rarely, for example, are Puerto_
Rican-Americans included in multiethnic units in cities such as Los Angeles
and Seattle. A provincial regionalism still haunts school ethnic studies pro-
grams despite recent trends toward tlie development of more global and com-
parative approaches.

4
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- -corridors and“classro_oms. ‘In additive types of ethnic studies programs, students

. .are required to memorize isolated facts about White history a_r;kl_ Black history. ~

. r
+

. , Conceptualiiing cthnic studies as essc_ntialjy additive in nafure is‘probf‘e-
1 - - * )

matic for several redsons. A large body‘of educational literature has documented

the traditional and nonstimulating nature of many American history cotirses and-

o

has stated why reform in the teachmg of tHé social studies, and of Amer1can his-

R tory in particular, is sorely needed While much reform has taken place in the
+ teaching of history in the last decade, espcclally in textbooks, m many social I
studies classes ceachers st111 ‘emphasize the mastery of low level h1stomca1 facts .
o o ¢ -
\

. - ) _and dd not help students to master high level conccggs, generalizations, and

theories. Modifying the school curriculum to ‘include ethnic content provides a

tremendous opportunity to réexamine the assumptions, purposes and nature of

" the curriculum and to formulate a curriculum with new assumptions and goals:

.

Merely adding low level facts about ethnic content to a curriculum which is
H N
already bulging with discretc and isolatcd\facts about White history and heroes

will result in an overkill, Isolatcd facts about Crispus Attucks don't stlmulate

>

* the intellcet any morc than 1.>olatcd facts about Betsy Ross and Abraham meoln

L4

To meaningfully integrate content about ethnic groups mto the total school curri-

culum we must undertake more drastic a id innovative curriculum reform.

I:thmc Studics as the Study of
“ " Strange Customs

Other assumptions arc made about ethnic studies and many current

school practices reflect them. Some tcachers, especially in the lower grades,

believe that‘ethnic studies should_ deal primarily with those tangible elemeénts of
_ minority culturcs which seem str‘ange and different to themselves and to their S |

students Consccluently, expemcnccs in the primary grades often focus ¢n the

foods and "strange" customs and artlfacts of minority cultures, such as soul

00008 . : T
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food, teepees, igloo's, and chow mein. Focusing on the customs within ethnic-

mxnomty groups wh1ch seem strange to teachers and their students 1s 11kely to

remforcq,ta&eotypés and mlséonceptlons rather than help students to develop
&»"
cultural sens1t1v1ty and tolerance of other cultures Wthh is usually the goal

star.ed by teachers when they plan these types of learning experiences.

L4

" - . Since many primary grade teachers are unlikely to approach the study "

of cultural differences from an anthropological and sensitive perspective, _
%

_ their students are hkely to conclude that cultural characteristics which are

drffcrcnt from thexr own are 1ndeed strange and d1fferent and that minority
-~

- ~

" peoples share few characterlstxcs with them. Emphasis in ethnic studies

_"should be on ‘the ‘human characteristics and values of ethnic grod'ps, and not orf

3

strange customs or tanglble eultural clements hke teepees and SOmbreros s

Ethnic content should be used to help students lcarn that all human belngs have

¢

common needs and, characteristics, although the ways in which thesc traits are

manifested frequently differ cross-culturaily.
¢ . .

Ethnic Studies as the Celebration .

of Ethnic Holidays . . : '

’

¢

Some teachers, again usuatly in the elementary grades, ‘see ethnic

studies primarily as the celebration of cthnic holidays, such as Martin Luther

’ . -
N .

King's birthday and Cinco de Mayo. In many schools, lessong about ethnic

groups are limited primarily to these types of special days and holida)"s.

Some schocols set aside particular days or weeks of the year for Black htstory )
and culture, ™M extcan-Amerlcan history and culture, and Indlan history and cul-
ture. In a few cases, especlally in schools which are regarded as progressive,
a special day for Jewish history and culturc is sct asidc. The long-range effects '

of these kinds of sl;ccial "ethnic days" might be detrimental and serve to rein-

0
force the notion that ethnic groups, such as Afro-Américans and ;]'ewish-Americans,

PN
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are not integral parts of American soc.iety and culture.  This is especialls.r likely

\‘,. ‘, \ ‘h - . . . . - )

to happen if ethnic grqupsf are studied only on special days or in.special units and
o .\ - ‘ N . . - ™~

lessons. The students are likely to conclude that American histo ry and Black his-

-

_tory are distinctly separate and mutually excluswe entities: °
The 1otiof that Aﬁo-Americ.'m ]ustory, Jcmsh—Amencan lustory, and

M‘exwan—Amerxcan history arc mtcgral parts of American history must be re-

3

| ﬂected in the way in which the American h1story course is organized and in a11

. activities and teaching strategies. Special units and- days mlght’prcvcnt the stu-

] 12

i dents from devcloping the ﬁotxon that these groups ave mtcgral parts of American

2 ot

history and culture. Howevex, if cthni¢' minority groups are mtegml parts of the
'school.c.urriculgm, ‘Hig.lﬂighting the experiepces of a particular ethnic group is
less likely to I_:csﬁlt in nc:r,ativc"lica‘i'ning by students. The ilaxlg\cr‘of negati\\/é _
learnings .occurring is; greatly incrcased when thc;sc types of expcricuccé are

A

isolated and are not integral parts of the total school curriculum.
- . - 'EL

Expanding the bcfinition of
Ethnic Studies +

-~ . L3

Each of the major assumplions reviewedi and criticized above, while o
widespread and in some cases undersiandable, is intcllectually indgfensibie and
continues to have adversc cifeets on cthnic studies in the schools. The assumption

- @ " .
that cthnic studies is equivalent to cthnic minority studivs is onc of the most wide-

spread beliefs held by school people.

It is both inaccurate and cducationally unsound to assume that cthnic

-

studies should be limited to a study of cthnic minority groups. IEthnic studics

A3 o
should be, in part, the scientific and humanistic examination of those variables

related to ethnicity which influence human behavior. Any individual or group . |

. ¥

__whosg behavior can be totally or partially explained hy variables related to

ethnicity is an appropriate subject in ethnic stidies. A definition of an cthnic

«r
&

.. ogoto - ‘
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group_ £an Qe}p us to determme the parameters of ethmc studles and the currlcu-

N »,

i LY

y . lar 1mphcat10ns of th@oncept. thle there is no one definition of ar cthnic v
B . + group which is accept the social science community, Gordon's definition « "
is useful. He writes: = . . ° N .

<y _ . ‘When I use the term "ethnic group, ' I shall mean by it any

g ) group which is defined or set off by race, religion, or national®
otfigin, or some combinatiorn of these categones Ido not medn
to imply that these three concepts mean the same thing.... "
However, all of these categories have a commen social psycho-
logical referent, in that all of them serve to create, through
histor1ca1 c1rcumstances a scnse of peoplehood.

-Isajiw undertook’ an extensive review of definitions of ethnicity and attempted to
formulqte a composlte dcfmltmn He defines an ethmc group as "an mvoluntary
-group of - pcoplc who share the same culture or descendants of such people who

identify themselvcs and/ox are identificd by others as belonging to the same .

+

involuntary group, nl An cthnic group also shares a sense of peoplchood and,

as Glager and Moynthan pereeptively point out, _tcnds to be an economic and poli-
tical interest group.11 The c'lmractcristics'of an ethnic group dclincétte'd by.thcse

-

definitions suggest that every American can be considered 1« member of an cthnic
i . - . M LY

group. Thesc definitions indicate that Anglo-Americans, Ifalian-Americans,

-

Polish-Americans, Jewigh-Americans, as well as A\fro-Americans and Pucrto

Y

'Ri.can-Amcricans , should be studictd within 2 comparative cthnic studics program.

Members of all of these groups' exhibit behavioral characteristics which can be
) g . > .
partially explained by variables related to cthnicity. L

o

" Ethnic studics programs should include but not be limited to a study of \

-

. ethnic minority groups. An cthnic minority group is a particular }:ype of cthnic
group with everal d1=tmgu1shmg characteristics. Like an cthnit group', an

ethie mirromty group shares values bchavioral chm acteristics, and a sense’of

mmonty group has unique physical and/or cultural characteristics which enable .

»

—

|
-~ 1 .
12 <
pcoolchood and is an cconoxmc and political interest grouR. 12 Howcver, an ethnic 1
|
|
}
|
1
1
|
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‘cultural charactefistics; Afro~Americans have uxique physical and cultural

° logical minority.' . e y /

development of broadly c;nceﬁtuaﬁzed ethnic studies prpgranls which compare and |

" lum that is based on new assumptmns and new mrs&ectwes and which will help_

. 9 . . .7

members of other groups to easily identify its members, usually for purposes

of disc{imi_nation. Jewish-Americans are an ethnic minority group-with unique'

-~
v

characteristics. Ethnic minorities are frequently a numerical’ minorityqand are

-

. often politically and economically powerless within a society. .However, this is )

not always the case. In South Africa, the Blacks are politically and epén*omicdlly
!

powerless but are a numerical majority. However, they are considered a socio-
[y L]

To conceptualize ethnic studies as the study of ethnic minorities is incon- ~

sistent with the \.vays in which ethnicity‘is defincd by sociologists and prevents the

contrasf the experiences of all of the immigrants who came to America and that

help students to fully understand the complex role of cthnicity, in American life - |
N ' !

and culture. Conceptualizing ethnic studies exclusively as the study of non~White

¢

cthnic groups also promotés a kind of "we~they" attitude among White students
and teachers. Many students believe that elhnic studies is the study of "them, "

’ : ° ) N . .
while American history is the study of "us." Some teachens assume that because

cthnic studies ds the s"t'udy of "them, " it §hould be taught only when there is a non-
White population within the school tp take cthnic studies courses ‘

It

Ethnic Studies: A Process of | . CooLe ‘ Lo
Curriculum Reform ' "

-’

Ethnic studies should not be lim,i.ted to the study of ethniq'\minority groups
: . ‘

although it shouid dcfinitcly include them, It shbuld not be a§1 qiiditi'on to or gn

,

appendage to the regumr\citilpculum Rather, ethnic s’f:u'diés*shotﬁd be viewed as

a process gf curriculum reform which will rcsult in the creation of 2 néw currxcu-—

“

[y g

students to gain novel v1ews of the Amemcan c:gpe). ience and a new conceptian of

by

.
-
4 0‘ . ‘
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what it means to be-American. Since the English immigrants gain,ed contrad aver

N . . most economic, social, and pohtical mstxtutxons early in our nahonal hxstory,
Americamze has bpeen interpreted to mean to Anglicize. Especially during the

hexght of, nathsm in the late 180@3 and early 1900s, the Enghsh-Amencans y

defined Mnericanization as Anghcxzatmn 13 This notion of Amerxcamzatxon 18 '

. ’ > st111 wxdesp;ead mthm our society and schocls today, Thus when we think of
~merican higtor s and American literature we tend te think of Anglo-American o

“history a1 - Anglo-American literature. \
L i ' N . - B

¢ : * “ A\ * - -
Recone eptuahzmg American AN ’
- SOCiety : N . -
: . . \

: - Since the assumption that only“that which is Anglo-American is American
is so decply ingrained fn curriculum materials and in the hearts and minds’ of
" *\ ., . . v ‘
. : many studcn{s and tcachers, we cannot s1gn1fxcant1y change the curriculum by

PN v ;\' \-v- “s ,

merely adding a unit or a lesson here and there about Afro—Amencan, J ew1sh-

4

s

o . Amcrican, or °Italizm—American history. Rather, we need to seriously examine
. t‘lyle'eoncepzion of American that is perpctuated in the curriculum and the basic
A i purposes and assumptions of the curriculum., . e
) \ ‘ It is imperative that.we {otally reconccptuali‘ze the ways in wﬁich we
y . . ' -
) ‘ ., view American society and history in the schoo! etirriculum. We should teach
Ax.ncrican'history from diverse e;:hnic ﬁerspeEtives rather than primarily or
3 - . R
exclusijvely from Ehe points of view of Anglo—{\me‘rican histqriar;s and writers.

. - Most American history courses are currently taught primarily from an Anglo-
Amecrican perspective. These types of courses and experiences are based on

. #
- what I call the Anglo~American Centric Model or Model A (see Figure 1).

Ethnic stucdies, as a process of curriculum reform, can and often does procced
. . ° L4 . .

from Model A to Model B, the,Ethnichdditive Model. In courses and experiences

bascd on Model ,B,\ ethnic content is an additive to tne major curricalum thrust,

'

00013
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which remains Angio-American domipatel. Many school districts/f;hat have

attempted ethnic modification of the curricilim have implemented Model B types

of curricular changes. DBlack Studies courses, Chicano Studies courses, and

" special tnits on ethnie groups-in the eleinentary grades are examples of Model B

“~

types of curricular experiences. ¢ ©

However,r I am sugg’esting that curriculum reform proceed diréctly from

Model A to Model C, the Multie,[hnic Model. In courses and experiences based

on Médel C, the students studx'(historical and social events from, several ethnie-
points' of view. Anglo-A,meriéan perspectives are only one group of several and

are in no way superior or ingerior to other cthnic perspectives. I view Model D,

- the Multinational Model, typ]es of courses and programs as the ultimate goal of

curriculum reform. In thig curriculum model, students study historical and
social events from multinational perspectives’ and points of view. Since we live
in a global socicty, studm]ts need to learn how to become effective citizens of the

world community. This }g unlikely to happen if they study historical and contem;

porary social events prh{larily from the perspective of cthnic culturcs within this

-

nation.

Teaching ’VIultl ethnic P(,[ rspc,ctwes

.
a3 3%,

When st\kﬂg;a hx,storlcal perlod such"as Lhe colomal period,

course organized on L;f,\ﬂuluetfmlc Model Model C), the inquiry does not™end .

when the students view|the period from the perspectives of Anglo-American his-
torians and writers. Ii'{athcx , they pondcr these kinds of questlons Why did

Anglo-Amcucan lustoi'lans name the English immigrants "0010msts" and other

¢

nationality groups "1mlm1grants ?'" How do Native Amerlcaﬁ h1stor1ans view the

colonial period? Do téhcm views of the period differ in any substantial ways from

s

the views of Anglo-—Ame1 ican historians ? Why or why not? What was life like




-grams organized on Model C, students view historical and contemporary events

13 e
for the Jews, Blacks, and other ethnic groups in America during the seventeenth
and eighteenth centuries ? How do we know? In other words, in courses arid pro-

from the perspectives of different ethnic and racial groups.
thnic g

-

I am not suggesting that we elii‘minate or denigrate Anglo-American his-

L]

tory or Anglo—Américzfn perspectives on histgrical events. I am merely suggest-

ing that Anglo-Amerlcan perspectives should be among many different ethnic
perspectives taught in the social studies and in American history. Only by
approaching the study of American society in this way will students get a global

rather than an ethnocentric view of our nation's history and culture.

.

A historian's experience and culture, inclliding his ethnic cultyre,

cogently influences his-views of the past, and\prgsent.14 However, it would be

3 = b \‘ o
simplistic to argue that there is one Anglo-American view of history nd contem~
.ﬁ\ %
porary events or one Black view. Wide diffe rences in exper1ences and percep-

tions cxist both within and across cthmc groups. However, those w/ho have K

-

&f
~

experienced a historical event or a social phenomenon, such as rac/ial bigotry
or intecrnment, often view the event differently than those who have watched it

from a distance.r5 There is no one Anglo-Afherican perspective on the intern-

ment as there is no one Japanese-American view of it. Howeve7, accounts
written by those who were interned, such as Tdkashima's powerful Child if- /7.

often provide insighfs and pcr pectives on the ‘internmcnt,which

Prison Camp, 16 j

cannot be provided by people who wete not interned. Individuals who viewed the
I -

internment from. the outside can also provide us with unique and important per-

3

spectives and points of view. Both perspectives should be studi}ad in a2 sound -

social studies curriculum. ‘

Only by looking at cvents, such as the internment, from many different

perspectives can we fully understanu the complex dimensions of Amecrican his-

-

tory and culture. Various cth‘nic groups within our society are often influenced

»
"~ o)
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by events differently and respond to and perceive them differently. 6ne of the

goals of ethnic studies should be to change the basic assumptions about what

Aniérican means and to present students with new ways of viewing and interprét-
ing American history and culture. Any goals which are less ambitious, while

important, will not result in the substantial an§?radica1 curricular reform which

~ 3

3
I consider imperative. . H ' .
L3 ] § . /
. . ' N ;\v v
Ethnic Studies and Ethnic Conflict = 7 ) /

i

Those of us ih\ethnic -studies wr{fi:e and"fa\lk most frequently about th‘e
e

_positive effects which cultural d1vers1ty can have on “American society. HOWever

we-rarely speak candidly about the conﬂ1ct mherent within a society whlch is

made up of diverse ethnic groups with conﬂicting goals, fdeologies, “and strong

feclings of ethnocentrism. Some educators are deeply .concerned that ethnic

-

studihes, ‘by fostering ethnic pride, might lead to extreme ethnic conflict and the
Balkanization of American society. In designing' ethnic studies programs and
experiences, we must give serious and thoughtful ‘consideration to this complex

question. Otherwise, this legitimate concern may become a rationalization for

r

inaction and a justification for the status quo.
“

’ -

Whether ethnic studies content and programs contribute to the develop~

" ment of dysfunctional ethnic polarization and social conflict or help to bring about

»democrdtic social change depz‘ands to some extent on the ways in which ethnic
studies programs are conceptualized’ and taught. Ethnic studies programs which
focus exclu.;,ively on the sins of Anglo-Americans and the vigtues of oppressed '
minorities are Ie;é likely to help students to develop the kinds of s.kills and atti-
tudes which they need to function successfully within our pluralistic society than
an ethnic studies program which focuses on helping students to develop humanistic

attitudes and the skills to engage in reflective social action. There is little reason




/

15
to believe that an ethnic stidies program whicH"foster_s reflective social action is
likely to promote dysfunctional ethnic conflict and polarization. However, this

kind of ethnic studies program is designed to: promote the development of soc1al

change that will make our society more open and just. Conflict is a necessary °

concomitant of any form of soc1al change ConseQuently, ethnic studies shoﬁld

deal with systéms and processes thai: will famhtate the resolution of ethnic con-

flict in a pluralistic society.

. The Goals of Ethnic Studies e
r \ .
Developing Lthmc Literacy v | Py
. To foster democratic social change and >eu veduce dysfunctional ethnic

] L Y L4
and racial polarization, ethnic studies must have a\t. least three majot goals:

_ zl) to help individuals i;c clarify tl;cin ethnic identities and fo function effectively
'within their own ethnic communities, (2) to help individuals to develop a sensi~
tivity to and understanding of other ethnic cultures and\(o function effectively
within‘them, and (3)&to help individuals to develdp the abilif;y to meke reflective

<

decisions on social issues and to take actions to resolve social problems. Indivi~

Juals who develop these characteristics and skills have what I call ethnic lif:cracx.r7

The first two of these goals are discussed below. The final goal is examined in .

) v

the next section.

~
=

An individual must cle.rify his own sense of ethnic and personal identity
before he can positively relate to individuals who belong to other ethnic end racial
groups. We need to foster the development of self-acceptance but ;iiscourege
ethnic ethnocentrism.. Although individuals within a pluralistic society must learn
to accept their own identity and to become comfortable with i?;, they must also
learn to function effcctwely within other ethnic cultures and to respond positively

to individuals who belong to other ethnic groups (see I‘igure 2). They must also

N k)
N .

. < 00018
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_Figure 2

The Sociocultural Environment of Ethnic Youths o~

2 -

The ethnic xﬁitiority youth funclions within two sd‘t’:_{o—ctlmic environmenté, ~ }
that of his or her cthnic subsocicty and that of the dominant ethnic group, X
Anglo-Americans, The circles labeled A throdgh.F- represent ethnic . -
minor‘ity subsocicties. The circle labeled G represents the dc;minant .

ethnic society. The school should help .cthnic minority children to learn
to function successfully within their own cthnic subsociety, ot‘hér ethnic
subsocieties, and the dominant ethnic socicty. It should help Anglo- .
Americans to learn to function in all of thése ethnic subsocieties and

present them with cultural and ethnic alternatives.

. 00019 .
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learn how to interact with members of outside groups and how to resolve conflicts -

with them.

r
There is no inherent contradiction in teaching students how to understand

and to function effectively within their own cthnic cultu. s and to understand and °

to functmn successfully within other ethnic cultures and communitieg, including

2

the dommant culture. Both of these goals are equally significant within a plural-

" istic nation. The attainment of one is not likely to occur unless both are realized

?ﬂ fostered, It is extremely difficult for a Mexican—-American child to accept his

ultural heritage if it is demecaned by "significant others" in institutions like the

/ . ot o e i

/

school. It is also very difficult for Anglo~Americans to learn to respond to non-

Whites positively 'z‘l'ﬁaﬁéc;r';é\i'f‘:ively if they ‘are unaware of the perceptions of their 3‘.

T e

culture that are held by other ethnic groups and of the ways in which the dominant
\ 2,
culture evolved and attained the power to shape the United States in its image.

. We have never fully realized the positive effects which ean acerue from

the d1vcrse naturc of our society because the major goal of most social institu-

- x

tions, historically, has becn to Anghclzc cthmc groups to disrcgard their ethnic

culturcs, and to foster a monoculﬁlral socletal ideal. The result has been that

almost cvery cthnic group has struggled to become culturally like Anéio-Americ@s-‘ .

N
Those groups which have been the most successful have attained the highest levels ~
of social and economic mobility. The ethnic groups in our society that are the

most "ethnic' tend to be heavily concentrated in the lower and working ‘classcs.

4

Because most of the institutions within;our socicty tend la:"o foster and to idcalize

-

[
Anglo-Saxon cultural characteristics and do not encourage Anglo-Americans to

function in other ethnie cultures, Anglo-Amecricans are rarely\required to function
g /

within other ethnie communities; members of other ethnic group% tend to reject

their ethnic cultures and to strive to attain Anglo-American cultural traits. How-

1

ever, this is less true today thanin thEpast "Etlflilic diversity and cultural

—
-

00020
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- needs ¢f a globjal society. Events within the last decade have dramatically indi-

Developing Decision-making Skills } \/_«r

18
pluralism will not become ideals in our society until members of the dominant
cthnic group and members of other ethnic groupé better understand their own
d_ulturcs and learn to fuction within:and a'cross; cultures. With these goals,
ethnic studies is more likely to foster constm:é:tive soci* change and to i‘educe,

rather than to enhance, ethnic tension and corjﬂict.

A third major goal of ethnic studies‘ should be to help students develop
the ability to make reflective decisions so that they can resolve personal prob-
_lems, and through social action, influence pubho policy and develop a sense of
political cfficacy. 18 In many ethnic studies units and les\sons, emphasis is on

the memorization and testing of isolated his'torical facts a}mut shadowy ethnic

heroes and events of questionable hlstorlcal significance. In these types of pro~5v 3

- /

grams cthnic studies is merely an extensmP of the traditional h1story or somal‘ N

.
+

studies program.

Lthnic studies should have goals w'high are more consistent with the

-

cated that we live in a world society that is beset with momentous social and

human problems. Effective solutions to these tremenddus problems can be found
*

oniy by an active and informed c‘itizeﬁry capable of making sound public decisions

that will benefit the world community. It is imperative that the school, "and the
social studics in particular, play a decision role in educating citizens capable of
making intelligent decisions on social issues and taking affirmative actions to

-

help resolve them.

‘Becision-making v

\Declsnon—makmg consists of several components, mcludmg the derwatwn
N
of knowlcdge, rediction, value analysis and clarification, the synthesis of knowledge

-




and values, and the aifirmation of-a course of action’” (see Figure 3). While
“ " all decisions consist of kpowledge, valuing 2nd prediction components, reflective

decisions must satisfy other requirements. To make a reflective decision, the

13

decision-maker must use the scientific method to a,t‘t,ain.knowl edge. The knowl-

edge must not only be scieritific; it must be interdisciplinary and cut across e

disciplinary lines. Knowledge from a!;y one discipline is insufficient to help ué »
- . -~ t S

‘make intclligent decisions. To make reflective decisions about social issues,

il such a8 forced busing for school integration and\public_wel_fare, the individual

must view these problems from ihe perspcctives of seyéral disciplines, such as
spciology‘, economics, political science, and anthropolc;igy. The pérspective of

any anc discipline is too limited to guide intelligent decision-making and reflective

g -

. \ .
social action. -

Catcgories: of Knowledge ,
) - . ¥
The knowledge on which reflective decisions are made must also be power-

1

ful and widcly applicable so that it will ehible thé:decision—maker to make the most
éccurate predictions possible. There are several categories of knowledge and they
vary in their predictive capacity and in their ability to help us to organize our
\ observations, o

. \ ) Factual knowledgc., which consists of specif}c statemen’s about limited
phenomena, is the lowest level of knowledge afxd has the least predictive capacity.
Concepts are words or phrases which enabh;' us to categorize or classify a large’ .
class of c;bservations and thus to reduce the compl‘cxity of our social envi ror;ment.

. hY
. Because of their structurc and function, concepts in and of themselves do not

. . possess predictive value. However, generalizations, which state relationships

between concepts and variables, enable us to predict behavior; the predictive”

cai)acity of generalizations vary directly with their degree of applicability and
{ v, )

00022
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Figure 3 The Dec.ision-making Process¥*

Decision-Problein

- What action should we take regarding
Co- integration in our community ?

o~ Social Inquiry Value Inquiry
Key concepts: 1. Recognizing value problemsj °
Diserimination . 2, Desc}fﬂ;;ng value-relevant
Assimilation ehavior
3. Naming values
Ethnic group 4" Det I nfl
Culture . ge er;nining value conflicts
. Powerlessness . N 5. Hypothesizing about value
1 Separatism sources
| *6. Naming value alternatives | - A
- : 7. Hypothesizing about conse- § -
. . quences ' -
. : 8. Choosing
“ ' 9, Stating rcasons, sources,
. . . . and consequences of
choice -
\N\\ l ) T
v T — I R v
Knowledge necessary for| ~ 7~ , ‘ . N
naming alternatives and Value clarification
making predictions * .

. Making 2, Dccision . °
i 1. Identifying alternatives . 2, Prcdicting consequences of
(Using generalizations related each dlternative (Using
to key concepts to identlfy X gencralizations related to
altcrnatives) key concepts to predict
consequences)
3. Ordcring alternatives (Deciding which is most corisistent with |
{7 value positions identified above) ‘

' 5
Acting

(In a way cc;nsiétent with values: willingness to
accept possible consequences of action chosen)

e e T . O i el et .

*Adapted from James A. Banks (with Ambrose A, Clegg, Jr.), Teaching Strate-
., . gies for the Social Studies (Reading, Mass. : Addison-Wesley, 1973), p. 497.

o Reprinted with permission of the publisher. Copyright (c) 1973 by Addison-

._EMC Wesley Pubhshing Company. 000 43 - -
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_ amoint of empirical support. Generalizations which c'escribe a large class of
behavior and which have begn widely verified are the most useful for making
predictions. Theory is the highest fonp of knowledge and the mbst useful for
predictive purposes. A thedry ‘c.(;nsis.ts of a déductive system of logic?.lly ’i/nter-
related generalizations. 20 ,Although no grand or all-inclusive theories exist in
the social écienqes as in the physical spiences, numerous partial or middle range.
theories exist, such as Durk'heim's thg‘ory of sillicide and Gordon's theory of cul-

” 8
P - . tural assin_gilation.

- .

Key Concepts e . '

) ¢

To make reflective decisions, the student must be able to use the scien-

tific method to derive high level generalizations and theories since these forms
of knowledge will enable him to make the most accurate predictions. The most

predictive gencralizations and theories are those which are related to “he key

"concepts of the social science disciplines. The ?dcnt‘ification bf' 1‘{ey concepts
awithin the social s¢icnces enables the deci'si_on—m_aker to use the most power}ul ,

gencralizations which constitute the behavioral sciences and which can make the

L] .

greatest contribution to the resolution of personal and social problems ‘and facili-

a e -

tate the influencing of public policy.

The Value Component of e » -
Decision-making -

P.cflective decisions have a valuing as well as a knowledge component.
Thus, a decision-making focused curriculum must provide students practice in
discussing and analyzing moral issucs, However, moral education for reflective

decision-making, like knowledge mastery, must have definite characteristic;s.

[y
-

Educators use a variety of approaches to value education. These include the

indoc,trinat‘ion of what adults consider the "correct! values, the repression or

! -

Y

t

= - 00024
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sqper'ficial treatment of value laden issues, and the téaching of values by examples.
3 . . P .
These approaches to moral education do not help students to develop the -
ability to‘make reflective decisions Qr to apply their higheg,t level of moral judg- _

xm’:".21 To make reflective decisions, stidents must be tatight a Qrocess'for &

deriving, clarifying, and reflecting upoh the consequences °of éheir value choices

- )
RO

’ witfxin an uncoerced classroom atmosphérq-. Kohfberg at;d his colleagues havé~

delineated the stages of moral devélopment which incividuals éxperien{:e. They

[

believe that a major goal of moral education should be to~stimu1atc studenM

- -

—

raise their levels of moral reasoning. Note Kohlberg and Turiel, ~ -

These stages have been validated by longitudinal and cross-cultural’ |
study, and their implications for education have been examined in a
.series of expefimental investigations. Assuming that moral develop-
ment does indeed pass through this natural sequence of stages, our
. approach defines the aim of moral education as the stimulation of
*  the next step of development rather than indoctrination into the fixed
, conventions of the school, the church, or the nation. PFacilitating
T the child's movement to the next step of development involves )
exposure to the next higher level of thought and (2) experiences of
conflict in the zwlication of the child's level of thought to problem-

atic situations.

” : -

Only when a.decision-maker is acutely aware of his values and their e

" possible congequences, and is willing to accept those cousequences, can he make

i

- sound degisions and act mtclligently to resolve pe rsonal problems and to shape
s /7 “ .

A3

public policy. Content related to cthnic groups contains many meral dilemmas

"7 and cfh be effectively used to simulate discussion about moral issucs. The

2

s

teacher ~an use a wide varicty of stimulus materials when tcaching valuc inquiry

_ lessons, such as casz; studies clipped from tlie dgily newspaper or ‘written by

L

the teacher, open-ended stories, photographs and literary selections.

’

There are a number of value inquiry models, based on somewhat differ-

U

ent assumptions and theories, which the teacher can use to guide-tire planning of

.

—

-« value inquiry lessons, Strategics developed by Raths and his colledgues are pre-
. \ LI

i o

. sented in several publications. 3 The staff of the Social Studies Curriculum

.

-




- . . . . ) . X
Center at Carnegie—Mellon University; directed by Ed\vln Fenton, are.now
l
developing classroom strategies based on Kohlberg's stages of moral develop- )
\ .

¥ s

° A

\
fént. . The lesson plan fonnat developed by the CMU staff consists of three _

’

ma]or components 1) an original dilemma (a cose sfwdy which descrlbes a
2

moral dilemma faced by an ixgividual), ) alternative d1lemmas (to be used if -

the original dilemma fails to evoke disagreement and class disciis'slon), and ‘

(‘3) probe questmns (to/ shmulate student dlscussmn and alue analysis). « 4 ’

have dcveloped a value mqu1ry motdel which teachers can u?

-

identify, clarify, and to reflcctively analyze their values and those of other lndl-

to help students to

vldu'lls and groups, %45 Spacc prevents me from elaborating on either the ratlonale,

]

or the stcps of this model Jlowever, -.vhat-follows is the modei in outllne form

aind-a casc study with sample questions based on the model

«

1. dcfining and -recognizing value problems: observation-discrimination -

2. describing value-relevant behavior: desqriptiondiscrimination *
: T e

3. naming ;alues -excniplified by behavior described: lde11tlficatlon-

description, hypothcesizing.,

4. determining conflicting values in bchavior described: identification-

analysis . o . ) ' . ,

L]

» 5, bypOtheéizing about thc sbt?%rces of values analirzed: hypotheslzing .

(citing data to-support hjpothcses) = 13 o

_ 6. naming altérnative values to those ‘exemplified by behavior observed: .
recalling ) , . C,.
‘l 4 - -

7. hxpotbe_sizing about the possible consequences of the values analyzedf;

&

T .
‘predicting, comparing, contrasting ‘

. ‘ -

8. dececlaring valuc preference: chéosing

! 9. stating rcasons sources, and posslble consequences of value choice:
. " . )
Justlfymg, hypothes1zmg, predictmg ) ~ o *

»>
.

. - 00026
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7' * Mr..Diaz and Mr. Seda on the Mainland*

o Mr. Diaz looks Caucasian. In Puerto Rico he and Mr. Seda,

who'is de color, were very close friends. They both now live in e
New York City. When they first came to New York City, they ’
would visit each other often, as they had done in Puerto Rico.
Eventually Mz, Dfaz started visiting M. Seda less and less and
would often act unfriendly when Mr. Seda cdme-to visit him, .0
especially when his White friends were over, Mr. Diaz's White
friends would always give Mr. Seda strange looks when he came
. . over. "Mr. Diaz began to understand that in New York City he
SRL : was expected to mix socially with Whites only. Now, Mr.. Diaz

< never visits Mr. Seda, and Mr. Seda goes to Mr. Diaz's house
very seldom. When he does, he stays only a very short time,
The last time that Mr~Seda visited Mr. Dfaz's home, Mr. Diaz
left in the middle of the visit-with a White American friend. He {
told Mr. Seda that he and his White American friend had lo go
ov and take care of some important business.

1

s 3

_ Discussion Questions : : ' -

What should Mr. Seda do? Why? | \

What should Mr. Diaz do?, Why? . '

Should a person ever risk losing opportunities«to keep a friend ?

From Mr. Seda's poini of view, what should Mr. -Didz do?:

. From Mr. Dfaz's point of view, what should Mr. 8dda do?
If you were Mr. Seda what would you do? Why ? ) ‘

. If you were Mr. Diaz what would you do? Why?
y y y

- L
3O U WO O

a - ~

Planning Multiethnic Conceptual Units and Lessons

—
o [4

Identifying Key Concepts . o . - .

. When planning a curriculum which is multiethnic and decision-making |
fociised, the teacher or curriculum committee should start by identifying key

concepts within the social science disciplines which can greatly contribute to

[N . -

students' understanding of American society and culture: These concepts should
be higher level ones which can encompass numerous facts and lower level gener-

alizations. - They should have the power to organize a great deal of information and

’ -
»

: /.'\_/
= = 7 = - °

g N ":-\

T *Reprinted with permission from JameSA. Banks, Tedching Strategies
.. " for Ethnic Studies (Boston: Allyn and Bacon, 1975), pp. 398-89. Copyright (c)

’

.7 1975 by Allyn and Bacon, Inc. | :
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the potential to explain significant aspects of the experiences of ethnic groups in

*

the United States Each soclal science discipline contains concepts ‘with these

characteristics. Figure 4 contams a selccted list of these concepts that can be

used to ingorporate ethnic content into the social studies.curriculum,

- e

Identitying Ke} Generalizations ‘

A .
_After a teacher or curriculum committee has selected key concepts '
from each of the disciplines, at least one key (universal) generalization related

to each of the concepts chosen should be“ide_ntified., Each key gene ralization

=

should be a high-order statement which can help to exf)lain human behavior in all

v

cultures, times, and places. It slgouId not contain references to uny particular

cylture or group, and should be a universal-type statement: which is capable of

./ N
empirical verification. A social studies curriculum committee might identify

&

the lzey concepts and generalizations which are illustrated in Chart 1. 1
3 t

*

&

Identifying Intermediate Level
Generalizations

ERme
v"\.

-

had

After the teacher or curriculum committee has identified the key con-
cepts and key generalizativns around which the curriculum will be organized, !
intcrmediate level gencralizations should be identified for. each of the key con- |

cepts. An intermediate level generalization applies to a nation or cultures and

regions within a nation.26 Intermediate level generalizations are essentially

forms of the key generalizations.which are stated in such a way that they are

limited to a particular nation or to a particular region within a nation. Examples’

of intermediate level generalizations are found in Chart 1.

?
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)
. Tigurc 4%* °
Organizing Concepts for
Ethnic Studies Curricula
. 3 &
DISCIPLINE KEY CONCEPTS ’ ’
3 e
’ ' History* immigration
migration
change
‘ |
‘ . Political Science power |
Anthropology culture . ' powerlessness
. culture diversity separatism |
acculturation | oppresgion,
forced acculturation . social-protest
cultural assimilation | " interest- group
race _legitimacy
racial mixture ~authority
sub-culture power elite
syncretism colony
melting pot colonized
cultural genocide rebellion
ethnocentrism .
) Psychology identity
Economics scarcity . aggression
poverty i repression
“production displacement
consuniption
capitalism .. | Sociology discrimination
economic exploitation | ethnie group
ethnic minority g
Geography ethnic enclave prejudice
.region racism
ghetto o socialization
inner-city status
location, values
*Identifying organizing historical concepts is especially difficult
because history does not possess unique concepts but uses concepts
from all social science disciplines to study human behav-or in the
. past. Tor a further discussion of this point see James A. Banks,
"Teaching Black History with a Focus on Decision-Making, "
Social Education, Vol. 35 (November 1971), pp. 740-745, £f£. 820-821.

##R eprinted with permission from James A. Banks, '"Teaching for Ethnic Literacy:
A Comparative Approach, " Social Education, Vol. 37 (December, 1973), p. 749.
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Identifying Lower Level .
Generalizations R

Lower levél géneralizations describe the experiences of specific groups
within a nation like'the United States. The teacher or curriculum committee
should identify a lower level generalization which relates to each ethnic group
that will be included in the unit or curriculum. Each lower level generalization
must also be a lower form of a key and intermediate levél genéralizatign. In
Chart l! lowér level generalizatipns are identified for Native Americans,
Italian-Americans, Afro-Americans, and japa;xese Americans. These groups

were selected for illustrative purpos\es: In an actual curriculum all majér.

American ethnic groups should generally be included.

Teqching Strategies. and Materials

Once the tcacher o‘r'curriculum committee has identified a lower level
generalization that is related to each of the key concepts and to each of the ethnic
groups chosen for study, fcaching. strategies and essential materials can then be
identified. A separate }esson plan should be developed for each of the lowAer¥1eve1

generalizatiods included in the unit. To facilitate the development of the lesson
‘ [

plans, the teacher can divide a sheet of paper in half, as illustrateci“i'n Figure 5,

and insert the related concepts and generalizations on the left side of the paper

and the -activitics and materials on the right side, This format will help to assure -

that the teac};ing strategies and activities will contribute directly to the develop-
: ) R
ment of the key concepts and generalizations. Often in units and lesson plans, .

the concepts and generalizations.are separated from the activities and there is

little explicit :relationship between these unit components.

'i‘he Comparative Study of
. Ethnic Groups - .

While each lower level generalization within the unit will constitute a

separérj;e unit component, throughout the unit the tcacher should help the students

a .

\.:\,‘(‘ . . e - . _._

R
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Figure 5*

Key Ideas.and Teaching Strategies

KEY IDEAS

ACTIVITIES

Key Concept:

Immigration-Migration

Key Generalization:

In all cultures individuals and
groups have been moved to
different reglons in order to
seek better, economic, political,
and social? opportunities.
However, movement of indivi-
duals and groups has been both

~__ voluntary and forced.

™~ ;

.
Intermediate-Level
Generalization:

~.n

Most individuals and groups- .
who have immigrated to the
United States and who have
migrated within it were seek-
ing better economic, political,
and social opportun1t1es
However, movement of indi-
viduals and groups within the
United States has been both
voluntary and forced.

Lower-Level Generalization:

During World War II, Japanese

Americans were forced to move

{rom their homes to concentra-
tion camps. -~

1.

Reading aloud selections from Takashima,
A Child in Prison Camp.

Discussing how Shichan, Yuki, and

) Mother:felt when David and Father were

. Reading and discussing Cha.pter 3, .
Malice Toward None, ' in Japanese Ameri-

~

1.

taken away.

Viewing and discussing the drawingsAir;
Child in Prison Camp.

Viewing and discussing the photographs

in Conrat and Conrat, Executive Order
9066: The Internment of 110, 000 Japanese
Americans.

"With
can Curriculum Project, Japanese
Americans: The Untold Story.

Hypothesizing about why Japancse
Americans were interned.

‘Coinparing textbooks accounts of ''r eloca-
* —tion" with accounts in Executive Order
9066, Japanese Americans: The Untold
Story, Daniel's Concentration Camps
U.S.A.: Japanese Americans and World
War II, and Paul Bailey, Concentration

Camp U.S.A.

Reading selections from the novel, Jour-
ney to Topaz by Yoshiko Uchida, and
discussing the experiences of the Sakane
family during internment.

Viewing and discussing the film, Guilty

. by Reason of Race (NBC, 1972).

Summarizing and generalizing about
the forced migration (internment) of
Japanese Americans during World
War II.

*Reprinted, with permission, from James A. Banks, Teaching Strategies for
Ethnic ‘Studies (Boston: Allyn and Bacon, 1975), p. 104. Copyright (c) 1975

by Allyn and Bacon, Inc.

c
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to see both the similarities and differences in the experiences of ethnic groups .-
" in the United States., One of the primary goals of social studies instruction
should be to help studerits to formulate intermediate and higher level generali-
/

- zations. While the students can master the lower level generalizations by

studyihg content about specific ethnic groups, intermediate and higher level ’

generalizations can be developed only when they compare gnd contrast the _

experiences of various ethnic groups. High level generalizations cannot be

formulated without comparisons. For exainple, when studying about immigra-
tion, students can compare and contrast the experiences of groups, such as
‘ Native Americans, Italian-Americans, Afro-Americans and Japanese-Americans. \
- \ \

—~—

A data retrieval chart, as illustrated in Figii're 6, is a simpleand c convement device *

that can help Students to formulate and test generahzatlon/ about the experiences_ -
___,_——’——”"—”—-'_ -

_of-ethnic groups in the United States.

. - ) .
- / ’ . i _//
Summary T

In this paper, five common-assumptions-about cthnic studies are identified
and criticiged. They are: (1) ethnic studies is the study of ethnic mi;ority groooe,
(2) ethnic studies is for ethnic minorities, (3) ethnic studies is an addition to the
curriculum, (4) etanic studies is the study of strange'custo'ms, and (5) ethnic
_studies is the .celebrﬁtion of ethnic holidays. These assumptions have adversely
affected the Jdev elopment and implementation of school ethnic studies programs L
Ethnic studles should be based on different assumptions and should be, in part
the scientific and humanistic examination of those variables related to ethnicity
which influence humarr hehavior. Ethnic studies should also be conceptualized

as-a process of curriculum reform that will result in the formulation of a new

curnculum with novel assumptions, goals, and means~ At the heart of these

- ©_ new %Smmin notmn_of_th&ceneept—Aﬂrerrcan"m‘study of

historical and contemporary social events from multiethnic perspectxves rather

00033 -
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) Figure 6
Data Retrieval Chart on Immigration
pa. - R , - - B Y S—
. Native Italian- Japanese-
Key Questions Americans | Americans Afro-Americans | Americans
) When did they oo
o come to America? N
: Why did they . \
come? : :
- - '__“___’-‘——’———'-'—'"/T’
M” [ _ IEREnee— T ’.u M
- “What kind of 2 -4 -
discrimination :
_ did they face?
N \ - R
Have they had : . .
economic .
mobility ¢ )
- What is their R L R . '
gcneral social -
status toddy ? .
|
-/-':'» N ‘




e — - . N -—
- . N
.. ) L ‘ 3

32
than exclusively or prima/rily from the perspectives of Ahgib-{n\nexj'i;'én social
sc;ientists and historians. *
b 'Although an effective ethnic studies mgﬂéulum should fostéi‘\construc-
tive social change, ethnic studies should not promote \ethnic ethnocentrisxﬁ@nd b
ethnic polarizatién. To fostef derx}ocratic social change énd yet help reduce *
ethnic tensions, ‘ethnic studies must have at leas.t three major goals: (1) to “

help individuals to clarify their ethnic identities and to function effectively N

within their own ethnic corhmunities, (2) to help individuals to Eev;i;)p'a sen- -

sitivity to ancf understanding of other ethnic cultures and to function effectively- - — ]
i‘_—_—’_____'____..—o————-‘—""' . M

. e ; - o
. - —withintheni, and (3) to help individuals to develop the ability to make reflective
: . - - ) \' . ‘
decisions on social issues and to take effective actions to resolve social problems.

These goals are highly i\nterdependent;/ the attainment of one is unljke‘.y to occu;

unless each one is realized to some /dégrefe. ‘,The final pért of this paper outlines
specific steps which social studies /teachefs',can take to imialementt a nitltiethnic
Social studies curriculum which is consister’it with the éoals of c;thnic studies ‘
delineated by the author.

-
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